Introduction
Due to the immigration and settlement of large flows of international migrants in the past decades, Western Europe has witnessed the "establishment of numerous new ethnic groups" (Alba, 2005, p. 21) . One of these new ethnic groups that settled throughout Western-Europe in the 1960s and 1970s were labour migrants from Turkey (Lessard-Phillips & Ross, 2012, pp. 74-77) . Their children, when born in the country of settlement, are the so-called second generation. This second generation has come of age and is joining the workforce.
In contrast to dominant opinions, which focus on problems among the second generation with parents from Turkey (Heath, Rothon, & Kilpi, 2008) , part of this second-generation group is highly educated (Crul, Schnell, HerzogPunzenberger, Wilmes, Slootman, & Aparicio Gómez, 2012, p. 149) and constitutes an upcoming body of professionals working in leadership positions (Waldring, Crul, & Ghorashi, 2015) . Some of them have opted for a career in education. In the ELITES project we selected people in leading positions in the education sector in Sweden, France and the Netherlands. These professionals occupy varying positions of influence and this article has been constructed around them.
The aim of this article is to understand how second-generation professionals in leading positions assert influence on educational policies that they deem in need of change. The focus revolves around one much-debated and highly-contested educational issue: the existence of schools that are segregated along the lines of ethnic background. Ethnic school segregation is considered a problem in many migration countries (Gramberg, 1998; Karsten, Felix, Ledoux, Meijnen, Roeleveld, & Van Schooten, 2006; Westin, 2003; Beach & Sernhede, 2011; Oberti, 2007) , as it is seen as a cause and result of social injustice, with ethnic-minority pupils having the most to gain from its demise (OECD, 2010, p. 86 198). How second-generation professionals in the educational sector deal with ethnic school segregation is particularly interesting because of their own ethnicminority background, and how this background influences their views and strategies to counter ethnic school segregation and its effects. This educational issue has proven difficult to solve because it is entangled with other societal issues, such as residential segregation and free school choice (Denton, 1996; Beach & Sernhede, 2011; Oberti, 2007; Gramberg, 1998) . These societal issues vary from country to country. Including different national contexts in the analysis allows for a cross-country comparison of how the sector is organized and in what ways these arrangements affect how respondents may deal with ethnic school segregation (Crul & Schneider 2010 , p. 1258 . This leads to the central
question of this chapter: How are second-generation professionals in the education sector able to shape outcomes concerning ethnic school segregation, taking the different national characteristics of the sector into consideration?
The chapter will first discuss a theoretical exploration of the concepts of influence and change-making, followed by a discussion of ethnic school segregation and a short outline of ethnic school segregation as a wicked problem. It will then focus on the methodological underpinnings of the research, and continue with an analysis of the interviews. I will show that practices of change regarding ethnic school segregation are focused on improving equal opportunities for ethnic-minority pupils within the boundaries set by the specific national educational policies.
Professionals influencing change
Looking at how professionals influence change in education touches upon the dynamics of structure and agency. On the one hand, professionals are regarded as the primary institutional agents of our time, shaping and changing institutions in modern society (Scott, 2008) . This view on professionals is driven by the idea 87 that professionals are specialists on a given topic, such as education. They therefore possess specific, "value-neutral" scientific knowledge and expertise, providing them with authority, status and legitimacy when dealing with related issues (Fischer, 1993, p. 168) . The idea of professionals as change-makers par excellence is furthermore enhanced by the basic assumption that the system in which professionals work encourages knowledge and competition among its members, allowing for "processes promoting change and innovation" (Scott, 2008, p. 223) . Professionals' expert knowledge in combination with a framework that stimulates change, thus amounts to agency translated in their ability to "rightfully" act upon situations in order to make a difference (Zanoni & Janssens, 2007 , p. 1376 .
Having the ability to act upon a situation does not automatically lead to making a difference. Professionals, despite their agency, can encounter obstacles on an organizational level as organizations are part of complex institutional structures (Greenwood & Meyer, 2008, p. 263) . These structures, in part regulated by the state, not only enable actions, but also constrain them (Fleming & Spicer, 2014, p. 265) . A change-inhibiting structure may be found in the tendency of organizations and entire organizational fields to resemble each other. This "isomorphism" filters out differences, forcing both institutions and the people within them to act alike (DiMaggio & Powell, 1983, pp. 149-152) . In this environment, change is directed towards "sameness", both within organizations and the larger field in which these organizations operate. This sameness among people and organizations creates a "pool of almost interchangeable individuals who occupy similar positions across a range of organizations and possess a similarity of orientation and disposition that may override variations in traditions and control that might otherwise shape organization behavior" (DiMaggio & Powell, 1983, p. 152) . In other words, change and innovation that might originate from a diverse workforce, are curbed because of the tendency to create homogeneity (Ghorashi & Sabelis, 88 2013). And indeed, professionals have been accused of "perpetuating the social injustices plaguing modern Western societies" (Fischer, 1993, p. 169; Levay, 2010) by holding back change and innovation in defence of the status quo.
The tendency towards sameness in organizations is something secondgeneration professionals also face due to their ethnic background, which often differs from most of their colleagues. They therefore find themselves juggling various identity aspects at work, striving to maintain their professional identity in order to fit in, without compromising their ethnic identity or religious beliefs (Waldring, Crul, & Ghorashi, 2014) . This juggling of sameness and difference is something that seems to come naturally to the second generation. The second generation, simply because of the fact that they have grown up knowing and experiencing different cultures, "are more aware than most people that they have a choice" (Kasinitz, Mollenkopf, Waters, & Holdaway, 2008, p. 21) when it comes to identity aspects and ways of doing things, and this awareness can be seen as a second-generation advantage as it enables second-generation professionals to draw on multiple frames of reference (Ibid., p. 356) . This has made second-generation professionals both aware of the pull of isomorphism in organizations, and skilled at subtly maintaining their difference while still fitting in as competent professionals (Waldring, Crul, & Ghorashi, 2014, p. 84) .
Second-generation professionals are part of a larger social system, shaped by organizational and field structures which may not always allow them much room to manoeuvre. Simultaneously, because of their position of expertise and authority within the system, whereby they demonstrate both awareness of the tendency towards sameness and the ability to juggle this tendency with their ethnic or religious difference, they are also the contemporary shapers of societal institutions, able to assert their influence on behalf of change in the various contexts in which they move. This interplay between agency and structure will be central to the analysis of how second-generation professionals in the education sector deal with a specific educational matter: ethnic school 89 segregation.
Ethnic school segregation
Ethnic school segregation in this article refers to a state of affairs whereby there is an uneven ethnic distribution of pupils across schools. Ethnic school segregation therefore implies that ethnic diversity among pupils in schools is lacking, or more specifically, that schools are imbalanced in terms of the composition of native-parentage pupils and pupils with an ethnic-minority background. However, the presence of this condition of unequal distribution does not solely account for the fact that ethnic school segregation is a recurring issue on many a political agenda, as well as a subject of continuing debate in many new migration countries. What matters is that "*t+he notion of segregation implies negative consequences for individuals clustered in particular schools" (OECD, 2010, p. 195) , leading to differences in the quality of schools and opportunities available to pupils (Gramberg, 1998) , and mirroring divisions rooted in society (Beach & Sernhede, 2011, p. 259) .
One particular societal division effecting ethnic school segregation is residential segregation. Residential and ethnic school segregation are entangled and should be thought of as interrelated processes (Denton, 1996) . This entwinement of residential and ethnic school segregation can be found in Sweden, France and -to a lesser extent -in the Netherlands. All three countries have residential segregation with high-density ethnic-minority suburbs. Sweden and France in particular share an educational policy of neighbourhood schools.
In Sweden, many ethnic-minority children grow up in the more impoverished and ethnically segregated suburbs of Stockholm, which are "characterize*d+ as socially vulnerable" (Beach & Sernhede, 2011, p. 260) . In France, residential and school segregation along ethnic lines are strongly related due to the strictly state-organized and regulated system (OECD, 2010, p. 196) , benefitting the 90 upper classes in French society when residential segregation coincides with other divisions, such as that between the rich and the poor in society (LehmanFrisch, 2009 ). In the Netherlands, parental choice also leads to ethnic school segregation in mixed neighbourhoods. Schools with a high concentration of immigrant children are automatically perceived as being backward, sparking "white flight" (Gramberg, 1998, p. 547; OECD, 2010, p. 202) . Furthermore, the existence of denominational schools which bear a religious (and thereby sometimes ethnic) signature (Maussen & Vermeulen, 2015; Karsten et al., 2006) also enhance ethnic segregation.
The entanglement of residential segregation, parental choice and denominational schools with ethnic school segregation, not only leads to a lack of social interaction between pupils of ethnic-minority and ethnic-majority backgrounds, it also leads to ethnic-minority pupils in the suburbs experiencing "a feeling of being outside of normal society, stigmatized and inside a school system that fails to make a difference" (Beach & Sernhede, 2011, p. 264) . Ethnic segregation across schools thus points to power imbalances in society (Denton, 1996) , whereby spatial separateness is often associated with "socio-cultural, economic, financial, political and judicial exclusion of the deprived segments of society" (Smets & Salman, 2008 , p. 1308 . This interplay of multiple social issues is why New and Merry (2014) argue that taking ethnic diversity in schools as a proxy for educational justice, is too much of a simplification. The intricacy of ethnic school segregation makes it a "wicked problem" (Rittel & Webber, 1973) .
Wicked problems are part of social systems (Southgate, Reynolds, & Howley, 2013, p. 15) and demonstrate a discrepancy between a factual situation and a desired situation. Typically, they are composed of multiple social issues and characterized by a lack of consensus among various stakeholders about what the desired situation actually looks like. A wicked problem therefore has no solution. It runs in vicious circles as an intractable problem, resulting only in temporary and imperfect outcomes (Fischer, 1993, pp. 172-173) . 91 The wicked problem of ethnic school segregation means that professionals are not only dealing with ethnic school segregation, but are facing more large-scale, embedded inequalities that might stretch beyond their professional expertise and authority. Their ability to act is therefore limited because of the multiple and complex structures within which they have to manoeuvre.
Methodology of the ELITES project

The ELITES project
The ELITES 8 project is a comparative qualitative study among highly-educated second-generation people with parents from Turkey. For the purpose of this chapter, I focused on second-generation professionals working in the education sector in Sweden (Stockholm), France (Paris) and the Netherlands (Amsterdam,
Rotterdam and The Hague).
The respondents
In this chapter, I will focus on 25 respondents (13 men and 12 women) working in the education sector. The study consists of interviews, of which 6 were conducted in Stockholm, 6 in Paris and 13 in Amsterdam, Rotterdam and The
Hague in 2013. As the interviews were carried out simultaneously in all three countries by different interviewers, a semi-structured questionnaire was used.
This allowed the interviewers to stick to the topics that needed to be addressed, while leaving space for the respondents to elaborate on topics or introduce new themes that had not yet been included in the questionnaire (Gomm 2008, p. 229; Gilbert 2008, p. 247) .
The respondents had either been born in the migration country, or raised there from early childhood: therefore, they had all gone through the migration 92 country school system from primary level onward. All respondents have parents that came from Turkey. To meet the objectives of the ELITES project, that is to focus on upward mobility processes of the second generation across different national contexts, I selected respondents with predominantly low-educated parents.
Sampling
The respondents occupied divergent functions within the education sector. I
aimed to obtain occupational variation in the sample in order to explore the sector as broadly as possible. However, there are differences in professional variation per country. In Sweden and the Netherlands, there is ample diversity among the respondents. There are respondents who work with pupils on a daily basis as teachers, school principals, and directors of homework organizations or self-organizations related to education. But there are also respondents who are not in direct or daily contact with pupils. These respondents work as school board members in an advisory role, local or national civil servants, or as trade union professionals.
There was less variation in occupational status among the French respondents, most of whom were teachers. This touches upon issues of sampling and finding respondents holding influential positions in the sector. The fact that it proved difficult in the Paris region to find respondents other than teachers, might point to the fact that in France the second generation has not climbed the career ladder to the extent of the respondents in the other countries. Another reason might be − as one of the French respondents pointed out − that advancing beyond the teaching profession, for instance to becoming a teacher inspector, a principal or director may actually limit opportunities to exert influence and implement change.
Most respondents were initially found by searching the internet, using keywords related to 'education', 'second generation', 'Turkish', 'Turkish 93 education organization', and combinations of these keywords. In addition to searching the internet, snowballing was also used to find respondents.
The analysis of influence and change
An issue-focused analysis was employed in this article, whereby respondents conveyed information and the researcher learnt about specific issues (Weiss, 1994, p. 154) . The issues that form the basis of the analysis in this article are influence and change in the education sector. Although 25 interviews were initially used for the analysis, some respondents contributed more to the analysis, others less, as the focus of the article shifted towards ethnic school segregation in relation to influence and change.
An issue-focused analysis runs through four stages (Weiss, 1994, pp. 158-62) .
The first stage consists of coding the interviews. This was done on the basis of a codebook, and designed according to the topics listed in the questionnaire and themes that came up during the interviews. The qualitative computer programme 'Atlas.ti' was used for coding. The second step was sorting the data.
For the purpose of this chapter, all codes that were linked to respondents talking about influence and change were selected and read several times, in an attempt to distil possible patterns in answers among the respondents. Thirdly, there was 'local integration'. I tried to gain a broad picture of what the interviews were portraying in general, and more specifically in terms of influence and change.
This broad picture was consequently narrowed down during the fourth and final stage of the analysis, resulting in an 'inclusive integration' of the material, focusing influence and change around one specific theme that had come up during the interviews in all three countries: ethnic school segregation. This topic turned out to be an important motive for change. Consequently, the analysis section below deals with ethnic school segregation as the topic around which influence and change in the education sector are centred. Establishing a school can result in a predominantly ethnic-minority school, thereby perpetuating ethnic school segregation. However, it also offers the opportunity to take the school's quality of education into one's own hands and 97 to provide a tailor-made curriculum that can improve the performance of ethnic-minority pupils, thereby facilitating educational change and countering the negative effects of ethnic school segregation. Aiming to provide a tailormade curriculum could also counter the assumption that equates ethnicallysegregated schools with poor performance and help to overcome the societal stigma that now plagues and therefore perpetuates the existence of ethnicallysegregated schools (Gramberg, 1998, p. 563).
The same principal highlights how his position of influence within the school allowed him to adjust the school curriculum when the majority of the pupils were lagging behind in a certain subject:
In terms of 'black' and 'white' schools, we are a black school. (…) And looking at the composition, most of the pupils are of Turkish descent. This is slowly changing, but in the past, we had almost only pupils of Turkish descent. (…) They think their suburb is the only place, for example.
And that is a problem that I and the other volunteers will change. (…) The mentoring is not only about education mentoring, but also about spare-time mentoring (…).
(Founder and president of a homework organization, male,
Stockholm)
This quote shows that ethnic school segregation is only one part of a bigger and more complex situation, whereby children growing up in impoverished suburbs are faced with multiple issues and problems that stretch beyond the school environment. By establishing a homework organization, the respondent is trying to counteract the effects of ethnic school segregation by exposing the students to a different environment. This can be seen as an individual (micro) level attempt to effect change. However, as self-organizations in Swedish society participate in public life as legitimate stakeholders (Soysal, 1994) , this might lead to opportunities to exert influence beyond the children who attend this homework organization. It may, for example, be possible to act at the organizational (meso) level by striking up alliances with other self-organizations and through becoming a discussion partner at the local political level.
It is in France − with its centralized and highly-regulated school system − that it seems most difficult for professionals in the education sector to influence or change ethnic school segregation and the negative effects thereof at either the societal (macro) or organizational (meso) level (Greenwood & Meyer, 2009; Fleming & Spicer, 2014) . Residential segregation and the national policy of 101 neighbourhood schools are all but impossible to tackle, while setting up a statefunded school is not an option and self-organizations do not hold the same legitimate positions that they occupy in Sweden. Although the strict French system is mostly a limiting factor for change, it does enable a clear pathway up the career ladder through a system of exams. One of our respondents plays by the rules of the game by sitting these exams in order to reach a higher position within the sector as this would give him more scope to motivate students to do well in school: Having grown up in France, he knows the requirements for career advancement in the education sector, and he not only applies this knowledge to better his own career, he deliberately makes use of the established system of exams to broaden his scope of influence so that he can target some of the negative aspects of ethnic school segregation, such as a lack of motivation among students because they feel that their ethnically-segregated schools are not providing them with the best opportunities for learning (OECD, 2010) . By using the possibilities offered by the French education system, he manages to employ an organizational (meso) level practice of change to mitigate the negative effects of ethnic school segregation. 
Conclusion
Second-generation professionals working in influential positions in the education sector in Sweden, France and the Netherlands see ethnic school segregation as problematic because it bears a social stigma (Gramberg, 1998) and can lead to different (and sometimes poorer) school experiences for children attending predominantly ethnically-segregated schools (OECD, 2010; Beach & Sernhede, 2011) . They therefore want to make a change. But as ethnic school segregation in all three countries is entangled with other structural inequalities in society, such as residential segregation in combination with neighbourhood schools in Sweden and France (and to some extent in the Netherlands); parental choice leading to "white flight", and the existence of denominational schools in the Netherlands (Denton, 1996; Beach & Sernhede, 2011; Oberti, 2007; Gramberg, 1998) , it can be seen as a wicked problem (Rittel & Webber, 1973) , which requires political power and unanimity to resolve. As the second-generation education professionals in this article are not politicians, finding a solution to tackle ethnic school segregation is difficult.
The influence that professionals can assert in the matter of ethnic school 105 segregation is thus curbed in all three countries by the entanglement of politics and education, which creates fixed and hard-to-change structures within the sector (Greenwood & Meyer, 2008; Fleming & Spicer, 2014) . Moreover, the multiple layers of societal inequalities, which together make up the wicked problem of ethnic school segregation, also limit the second-generation professionals working in education. They are faced with issues that are an obvious and prominent part of why ethnic school segregation exists (Denton, 1996; Southgate, Reynolds, & Howley, 2013) , but that are simultaneously beyond their professional reach.
Partly because these second-generation professionals are familiar with different social systems (Kasinitz et al., 2008, p. 354) they are building bridges between the specific needs of ethnic-minority pupils and school organizations.
Sensitive to the needs of pupils, they refuse to accept ethnic school segregation as a given. Despite structural challenges, second-generation professionals in the education sector employ various strategies vis-à-vis ethnic school segregation.
These strategies are based on these professionals' awareness of opportunities for influencing change within the structures of their respective education sector, in combination with their specific knowledge of and connection to the challenges that are faced by pupils in ethnically-segregated schools.
The practices of change of second-generation professionals in Sweden,
France and the Netherlands are predominantly aimed at the individual (micro) level and sometimes, where possible, at the organizational (meso) level. At both levels, professionals do not directly target ethnic school segregation, but focus on countering negative outcomes for pupils in ethnically-segregated schools by empowering them on an individual basis and via organizations. These countering strategies are partially shaped by the national-specific structural limitations and opportunities posed by the sector in the different countries, and by the interlocking mechanisms that make ethnic school segregation a wicked problem in all three countries.
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Strategies at the individual (micro) level show the least variation between the countries, as they are mainly directed towards giving the best education possible and ensuring that pupils in ethnically-segregated schools experience a sense of empowerment and emancipation. These practices are especially salient in France, where the education sector is most strictly organized and regulated and where most respondents feel that their best shot at change is at the individual (micro) level. But individual (micro) level strategies are also the most common practice in Sweden and the Netherlands, followed in both countries by different organization (meso) level strategies. These organization-level approaches vary as they are directly bound to differing structural aspects within the countries. In Sweden, the establishment of a self-organization, such as a homework organization, is a viable way to not only reach pupils, but to participate in civil society as a legitimate stakeholder (Soysal, 1994) . Whereas in the Netherlands, the opportunity to establish a school not only provides possibilities to create a tailor-made curriculum, but also widens the scope of influence by potentially changing the assumption that an ethnically-segregated school is synonymous with poor performance (Gramberg, 1998) . Strategies at the societal (macro) level are virtually absent in all three countries, as professionals realize that going beyond the structures is not a realistic and feasible option without political power and support.
The wicked problem of ethnic school segregation is not being resolved by the second-generation professionals working in the education sector. However, their strategies on the micro and meso level are leading to small-scale, but focused and targeted practices of change. These practices of change are guided by the specific opportunities offered by the national context, and they form attempts to moderate the negative effects of ethnic school segregation for pupils in ethnically-segregated schools. As such, these second-generation professionals manage to resist the pull of isomorphism by refusing to see ethnic school segregation as an unsolvable problem requiring radical solutions that will 107 only lead to legal and practical problems for which no stakeholder wishes to take responsibility (Karsten et al., 2006, p. 242) . Instead, second-generation professionals are using their knowledge of the field in combination with their dedication to ethnic-minority pupils to push for changes which are less radical, but which aim to counter inequalities in ethnically segregated schools.
